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 ABSTRACT 
 
The demand for degreed teachers for positions teaching children even younger than 
preschool age is increasing across the United States. Teacher qualifications vary from state to 
state, and there is increased emphasis on teacher credentials and education. The current study 
extends the current literature by examining variables that effect the development of teacher 
efficacy and aims to determine a relationship between trainability of characteristics of beliefs 
about learner-centered beliefs/developmentally appropriate practices and teacher efficacy.  
Participants were 175 teachers working in the state of Arkansas in early childhood programs 
teaching children birth to 5 years of age.  A significant relationship was confirmed between total 
teacher efficacy and teacher learnered-centeredness with regard to discipline and classroom 
management, teaching practices, and beliefs about children.  However, significant differences in 
teacher efficacy scores of teachers holding a degree in early childhood education (P-4 licensure) 
from those without a bachelor’s degree were not found.  Interestingly, teachers with bachelor’s 
degrees in child development did have significantly higher efficacy scores than did those who 
held the P-4 license in Arkansas. Results are discussed with the hope that teacher-training 
programs specific to birth through Kindergarten can target specific trainable variables to improve 
teacher confidence in their training which will result in higher efficacy and developmentally 
appropriate teaching practices.
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Chapter 1 
Introduction 
 For years the question of  “what makes a good early childhood teacher?” has been the 
focus of research, discussion, and study by students, parents, and professionals alike.  Teacher 
education or child development programs in colleges and universities are the setting in which 
future birth-five (B-5) early childhood teachers are prepared to teach.  Increasingly, such a 
degree is required to teach children from preschool to age eight, especially in state funded 
settings (National Institute for Early Education Research (NIEER), 2012).  The demand for 
degreed teachers for positions teaching children even younger than preschool is also increasing 
(McMullen, Kazim, & Lash, 2003).  Yet across the U. S., teacher qualifications vary from “some 
have earned college or graduate degrees, while others possess a high school diploma or its 
equivalent; some have studied early childhood education or child development, while others 
have not; and some have a great deal of experience working with children, while others do not” 
(McMullen et al., p. 2).  Furthermore, current research validates decades worth of findings that 
substantiate the positive correlation between higher teacher qualifications and the quality of care 
afforded to children (Bowman, Donovan, & Burns, 2001; McMullen et al., 2003; National 
Research Council, 2000).  However, despite this demand, many teachers currently in the field 
feel that while they have national directives that define, promote, or reward the very essence of 
good teaching, the emphasis is on teacher credentials and education rather than on how well the 
teacher teaches (National Research Council, 2000).  
Over the past few decades, there has been a slow and gradual shift from teacher-centered 
educational classrooms toward learner centered classrooms (Brown, 2003).  Traditional teaching 
focused on a teacher-centered approach in which students were expected to sit while their 
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teachers attempted to transfer knowledge through direct instruction and teacher-directed 
activities (Brown, 2003).  In more recent years, a shift has occurred toward a learner-centered 
approach in which the teacher encourages the students to participate in the experiences and 
activities, share in the responsibility of their learning, and spend time reflecting and problem 
solving about the relevance to their individual learning (Tschannen-Moran & Woolfolk Hoy, 
2001; Brown, 2003; Dunn & Rakes, 2010).  The shift has also occurred in classrooms from birth 
to Kindergarten although it may not be as quantifiable in birth-to-age-five (B-5) settings 
(Chaille`, 2008), perhaps because prekindergarten classrooms have traditionally already been 
based on learner-centered approaches (Bredecamp, 1987; Chaille`, 2008).  However, 
inappropriate teacher-led classrooms did exist.  Because the preponderance of teachers of very 
young children was not highly trained, it stands to reason that they often “borrowed” the sitting-
still-at-tables approach from the only experience they had-- their own early days of elementary 
school. 
Key Terms 
 The following terms are defined as used in this thesis: 
Early childhood: The period of life between birth and 8 years of age (NAEYC, 1993). 
Early Childhood Education includes any part- or full-day group program in a center, school, or 
home that serves children from birth through age eight, including children with special 
developmental and learning needs (NAEYC, 1993). 
B-5: The period of life between birth and five years of age. 
Teacher efficacy: The belief about one’s own capabilities to bring about desired 
outcomes of student learning and engagement (Tschannen-Moran & Woolfolk Hoy, 2001).   
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DAP: Developmentally Appropriate Practice is the framework defined by NAEYC that 
outlines practices used by early childhood professionals to promote optimal learning and 
development for young children (Copple & Bredekamp, 2009). 
Teacher Sense of Efficacy Scale (TSES):  A measure designed to help identify obstacles 
teachers face in conducting activities within their classroom and school (Tschannen-Moran & 
Woolfolk Hoy, 2001). 
Learner-centered:  The perspective that couples a focus on individual learners with a 
focus on leaning using the best available knowledge about learning and how it occurs and about 
teaching practices that are most effective in promoting the highest levels of motivation, learning, 
and achievement for all learners (McCombs, 2000).   
Teacher Belief Q-Sort:  A measure of teachers’ priorities in relation to disciplinary and 
classroom management practices, teaching practices, and beliefs about children (Rimm-
Kaufman, Storm, Sawyer, Pianta, & LaParo, 2006).  
Statement of the Problem 
In a classroom with a teacher using the learner-centered approach, the teacher encourages 
the students to participate in the experiences and activities, share in the responsibility of their 
learning, and spend time reflecting and problem solving about the relevance to their individual 
learning (Tschannen-Moran & Woolfolk Hoy, 2001; Brown, 2003; Dunn & Rakes, 2010).  
Learner-centered teaching practices are influenced by teacher efficacy and teacher learner-
centeredness (McCombs, 2002).  Similarly, Dunn (2007) found that teachers who reported 
stronger efficacy beliefs had a greater tendency to move toward learner-centered practices and 
beliefs.  McMullens (1997) also concluded that one’s own beliefs about DAP are strengthened 
by more education and experience.  Learner-centered principles apply to all learners, not just 
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students who are of school age, “but to all learners, cradle to grave” (McCombs, 2002. p. 3).  
McCombs’ (1997) work with the American Psychological Association’s (APA) learner-centered 
principles proved valid for all learners. Researchers, teachers, and other education practitioners 
have validated the learner-centered principles from their own experiences and practices 
(McCombs, 2002; McMullen, 1999).  
Regardless of the terms used—learner centeredness or developmentally appropriate 
practice-- efficacy is an important component of the practice (Bredecamp, 1987; Brown, 2003; 
Gebbie, Ceglowski, Taylor, & Miels, 2012; Gestwicki, 2007; McCombs, 2002; McMullen, 1997; 
& Smith, 2003).  Teachers who believe in their training have better results (Cheung, 2008; Dunn, 
2007; McCombs, 2002; McMullen, 1997) and positive teaching practices with lower stress levels 
(Gebbie et al., 2012).  In addition to the important connection to student success, teacher efficacy 
and learner centeredness or beliefs about DAP are trainable characteristics (McCombs, 2002; 
Brown, 2003; Dunn, 2007).  Thus they may be addressed through targeted professional 
development (Dunn, 2007).  By understanding the relationship of these important characteristics 
in teachers who work with very young children, it may be possible to better prepare early 
childhood teachers to provide a solid foundation for future success in both developmental and 
educational paths for their students.  However, there is very little information that compares 
beliefs about DAP and teacher efficacy of professionals teaching very young children. 
Purpose of the Study 
In Arkansas, disparity in training for early childhood professionals in programs serving 
children birth to 5 years of age is evident. Until 2003, early care and education programs did not 
have requirements beyond a high school education or a GED to teach very young children 
(Arkansas Department of Human Services Division of Child Care and Early Childhood 
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Education Child Care Licensing Unit, 2011).  Prior to state allocated funding, education 
requirements for direct care workers of young children were solely governed by the state 
Childcare Licensing Unit, a department of the Division of Childcare and Early Childhood 
Education.  In 2007, the state of Arkansas earmarked more money for preschool programs for 
children age three to five years whose families met qualifying income-level criteria. Teacher 
requirements were also mandated for programs receiving state monies.  A teacher hired to teach 
in a public school program for four-year-olds was required to have a bachelor’s degree in 
education and a valid P-4 teacher license in the state of Arkansas.  This new mandate applied to 
teachers who are employed by preschool programs run by public school districts that receive 
state funding.  Private sector early care and education programs and family child care homes 
funded by the Arkansas Better Chance Programs (ABC) must meet educational requirements of a 
bachelor’s degree in child development or early childhood education (Arkansas Department of 
Human Services Division of Child Care and Early Childhood Education Child Care Licensing 
Unit, 2007).   
Despite these policy mandates, there is no guarantee that the children in ABC programs 
requiring the P-4 license are being taught by teachers best prepared to teach the under-age-five 
population.  Therefore, the research questions that explore teacher efficacy of both teachers at the 
pre-Kindergarten level and those at the primary level are relevant to understanding possible 
similarities and differences between teachers of both groups.  There is no guaranteed connection 
between the conferring of a formal educational degree and the qualities of teacher efficacy and 
learner-centered approaches inherent to developmentally appropriate practices as required for 
optimal learning in the B-5 early childhood classroom (Brown, 2003; Gestwicki, 2007; 
McCombs, 2002).  Research has underemphasized the value of teacher training programs and the 
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influence that the foundational learning has on a teachers’ confidence in becoming an effective 
teacher (Van Schagen, Johnson, LaParo, & Crosby, 2016). 
The purpose of this study was to explore the effects of several variables on the 
development of efficacy of B-5 early childhood educators who work with children birth to five 
years of age.  These variables have been found to affect the training of teachers in K-12 and 
college classrooms but have not heretofore been explored with teachers working with very young 
children (McCombs, 1997, 2000, 2002; McMullen, 1997; Smith, 1993).  The current study aims 
to extend the existing research downward, showing teacher efficacy and teacher-learner centered 
beliefs are trainable characteristics and affect teacher training into a B-5 early childhood 
education population.  This study is important because a teacher’s sense of efficacy can be a 
predictor of individual beliefs concerning DAP or learner-centered beliefs as well as classroom 
practices or action (Cheung, 2008; Dunn & Rakes, 2010; McCombs, 1997; McMullen, 1997, 
1999). The purpose of determining links in trainability of characteristics of beliefs about DAP 
and teacher efficacy is to guide the effectiveness of future professional development training 
programs for teachers who will impact more child initiated, developmentally appropriate 
environments for teaching young children. 
Research Questions 
The specific questions to be answered by this study were: 
1. Is there a significant relationship between total teacher efficacy of B-5 
professionals as measured by the TSES and learner-centeredness with regard to: 
o Discipline practices as measured by scale one of the Teacher Belief Q-
sort? 
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o Classroom practices as measured by scale two of the Teacher Belief Q-
sort? 
o Beliefs about children as measured by scale three of the Teacher Belief 
Q-sort? 
2. Among professionals working with children in B-5 programs and holding a 
bachelor’s degree or higher in early childhood education in the state of Arkansas, 
do teacher efficacy scores, as measured by the TSES, differ from those who have 
not obtained at least a bachelor’s degree?   
3. Among professionals working in B-5 programs whose highest degree (bachelor’s 
or higher) was in early childhood education or child development, does one 
degree major produce scores higher in teacher efficacy than the other degree 
major as measured by the TSES?  
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Chapter 2 
Review of the Literature 
The teaching profession and the field of education are evolving and ever-changing.  
There has been much debate concerning best teaching practices and best learning modalities 
throughout the history of education (Dewey, 1916; McMullen, 1997, 1999).  However, despite 
the quest for understanding of the approaches, there appears to be an implicit belief that teachers 
may lack the ability to articulate about, may not be alert to, or may feel uncomfortable discussing 
their beliefs (Pajares, 1992).  McMullen (1997) stated that it is through the evolution and defense 
of a set of beliefs, supported or refuted by evidence, that a set of beliefs shift from implicit to 
explicit.  Teacher beliefs, according to Pajares (1992), are the precipitating factors that influence 
classroom practices and decisions of teachers.  McMullen’s (1997) findings were consistent with 
those of Pajares but go further to show that education and professional development can 
influence teacher beliefs about DAP.  Challenging the inappropriate beliefs of teachers, teaching 
them the skills necessary to assess their own beliefs, and guiding them in a purposeful way to 
successfully articulate and validate their philosophies may be the very tools that teacher 
educators have to bring about and perpetuate change (McMullen, 1997, 1999).  Many researchers 
(McMullen, 1997, 1999; Pajares, 1992; Smith, 1993) continue to seek answers to these difficult 
foundational questions.   
A shift in teaching needs to occur in the Birth to 5 environment to a learner-centered 
classroom approach where teachers and children learn together which is more closely in line with 
DAP.  McMullen (1999) argues that DAP is the “politically correct” philosophy approach most 
widely supported and accepted by professionals in the field.  Research (Pajares, 1992) indicates 
that educators reported belief in highly appropriate practice but have been found to demonstrate 
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significantly lower levels of appropriateness in classroom practices.  This dichotomy has focused 
attention on the need to modify how teachers learn to teach (McMullen, 1999).  Teacher 
education programs have improved the way in which they instruct and model teaching strategies 
and behaviors (McMullen, 1997, 1999; Pajares, 1992; Smith, 1993).  Pajores (1992) stated that 
in-service and student teaching experience have been the focal point of research on beliefs 
because teaching practices and student outcomes are not typically apparent during the teacher 
education phase. Thus, it is difficult to measure teacher efficacy, which is so fragile at the 
beginning of the teaching experience.  Beliefs concerning one’s own capabilities to positively 
affect student outcomes are in formation at this stage of development.  These very beliefs affect 
teacher behaviors and practices carried out in the classroom (Tschannen- Moran, & Woolfolk 
Hoy, 2001; McMullen, 1997, 1999; Smith, 1993).  
The National Association for the Education of Young Children (NAEYC) in 1986, 1996, 
and 2009 published position papers recommending a developmentally-based approach to early 
childhood education (Bredecamp, 1987; NAEYC, 1996, 2009). The premise behind this 
approach was to determine the developmental ability of a child at a specific age and stage of life 
and support learning at their individual level through offering materials and experiences that 
support continued construction of new knowledge (Bredecamp, 1987; Gestwicki, 2007).  
NAEYC raised concern about the push for academic intentions for preschool, kindergarten, and 
the primary school grades.  Their contention was that inappropriate teaching practices were the 
common practice used in the teaching of young children.   They argued against whole group 
direct-instruction rather than a focus on play as a means for learning. The position papers clearly 
negated the effectiveness of predominantly teacher –directed and highly structured usage of 
abstract materials such as worksheets to transfer knowledge rather than a child-initiated approach 
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in which children made choices of materials and activities (Bredecamp, 1987; NAEYC 1996, 
2009).   
Developmentally appropriate practices are based on the constructivist theory of learning 
in which children are the constructs of their own knowledge through interacting with the 
materials and the environment around them and based on their own interests and ideas (Chaille`, 
2008).  Constructivism is the premise behind the selections and the choices made by a teacher 
and how they set up the classroom learning environment, decide on a curriculum, and embrace 
the ideas and works of the children.  DAP is very child-centered in that it focuses the teachers’ 
decision making processes on what is known about child development and research based 
theories (Gestwicki, 2007) about how young children learn and the ages and stages of 
development as well as providing children with a space and enough time to put into practice their 
ideas (Chaille`, 2008).  DAP focuses on the child as the learner or creator of new knowledge 
(Chaille`, 2008), just as term learner-centered focuses on the notion that students lead learning 
(Emes & Cleveland-Innes, 2003).  Both child-initiated and learner-centered terms are, although 
not defined in Dewey’s work, in line with his concept of learning through experience (Delaney, 
1999; Emes & Cleveland-Innes, 2003). 
Smith (1993) utilized this position statement in the creation of a Primary Teacher 
Questionnaire to assess teacher beliefs and values held by primary teachers and the degree to 
which they matched the NAEYC’s guiding principles of child-centeredness.  His findings 
support the use of developmentally appropriate practices by both early childhood and elementary 
school teachers, showing both groups endorsing DAP and relating these indicators to their 
classroom behavior.   As teaching expectations and teacher practices continue to change with 
time, teachers in primary elementary grades struggle with the ability to manage conflicting 
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expectations that come from administrators, supervisors, and peers in regard to their classroom 
behavior as a response to tensions related to “child-centered versus teacher-centered beliefs and 
practices” (Smith, 1993. p. 27).   Similarly, among professionals teaching very young children, 
teachers reported inconsistency in their ability to carry out beliefs about DAP in their daily 
classroom practices due to perceptions or feelings of lack of support from administrators, 
colleagues, and parents (McMullen, 1999).  The 2009 NAEYC Position Statement on 
developmentally appropriate practice states, “…in some states and districts, teachers in publicly 
funded early childhood settings report that they are allowed far less scope in classroom decision 
making than they were in the past, in some cases getting little to no say in the selection of 
curriculum and assessments or even in their use of classroom time” (p. 5).  Research done with 
primary grade preservice and in-service teachers indicated that a teacher’s learner-centeredness 
and efficacy are related teacher characteristics (Dunn, 2008).  Learner-centeredness, according to 
McCombs (2000), “is the perspective that couples a focus on individual learners -- their heredity, 
experiences, perspectives, backgrounds, talents, interests, capacities, and needs -- with a focus on 
leaning the best available knowledge about learning and how it occurs and about teaching 
practices that are most effective in promoting the highest levels of motivation, learning, and 
achievement for all learners” (p. 1).  Teacher efficacy reflects a teacher’s confidence in his or her 
ability to successfully bring about positive student outcomes (Tschannen-Moran & Woolfolk 
Hoy, 2001; Brown 2003).  Student outcomes, such as motivation, educational achievement, and 
student efficacy, are related to teacher efficacy (Tschannen-Moran & Woolfolk-Hoy, 2001) and 
teacher learner-centeredness (McCombs, 2002).    
McMullen’s (1997) research put related concepts in slightly different terms using 
literature from the preschool level and below.  She studied teacher beliefs about developmentally 
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appropriate practices (DAP) and discussed the difficulty in changing one’s beliefs.  McMullen 
noted that teacher beliefs are very rooted beliefs that serve as a sifting mechanism for 
knowledge; however, knowledge can also guide beliefs.  Knowledge about DAP for teaching 
young children can influence one’s prior assumptions or beliefs about teaching.  Beliefs about 
DAP and teacher efficacy have been shown to hold a significant relationship (McMullen, 1997).  
Teachers with low educational efficacy and weak DAP beliefs are more likely to believe that 
student learning and success are neither within their control nor due to their influence or the 
influence of their pedagogy.  Teachers with high educational efficacy and who occupy higher 
DAP beliefs exhibit more confidence in themselves than teachers with lower DAP beliefs and are 
adept at handling the challenges involved in the ongoing modification that come with an 
emergent curriculum and characteristics of a learner centered or developmentally appropriate 
environment (McMullen, 1997). Teacher efficacy and learner-centeredness as trainable 
characteristics with teachers of the B-5 age group of early childhood professional have not been 
determined due to a lack of research on this topic with pre-service or in-service B-5 teachers.   
McCombs’ (2002) research indicated that teacher learner-centeredness and teacher 
efficacy played an influential role in learner-centered teaching practices.  Dunn’s (2007) findings 
were consistent with those of McCombs’ (2002) findings that teachers who reported stronger 
efficacy beliefs had a greater tendency to move toward learner-centered practices and beliefs.  
McMullens (1997), discussed two types of efficacy which can influence a teacher’s beliefs about 
DAP and implementation of DAP in the classroom.  She described educational efficacy as “a 
teacher’s beliefs about their own ability to affect student performance based upon their 
assumptions about the general relationship between teaching and learning” (p. 58).  The other 
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type of efficacy is personal teaching efficacy that McMullen (1997) stated is “a teacher’s general 
sense of his/her own effectiveness in having an impact on students achievement” (p. 59). 
Another connection between teacher efficacy and learner-centeredness is that both are 
malleable characteristics (McCombs, 2002; Dunn, 2007). Thus, they may be addressed through 
targeted professional development.  By understanding the relationship between these important 
characteristics in teachers who work with very young children, it may be possible to better 
prepare teachers planning to teach children birth to kindergarten to provide a solid foundation for 
future success in both developmental and educational paths of their students.   
To summarize, the purpose of this study was to explore teacher efficacy through the lens 
of various options of training for birth through five teachers. Thus, this research extends research 
literature by studying this unique population. This study was important because a teacher’s sense 
of efficacy can be a predictor for individual beliefs of learner-centeredness or developmentally 
appropriate practices as well as learner-centered action (McMullen, 1999; Dunn & Rakes, 2010).  
Similar studies have been conducted with populations of teachers who teach older age children 
(McMullen, 1997; Smith, 1993; Cheng, 2008). Thus the existing literature in the field is focused 
on traditional kindergarten-12 grade in-service and preservice teachers (Witcher et al., 2002).  
Classrooms serving any of the age groups between birth and 5 years are different in many 
aspects.  The needs of the children in this age group look very different than the needs of 
children in traditional elementary education environments.  The purpose of determining links in 
trainability of characteristics of teacher-learner centeredness or developmentally appropriate 
practices and teacher efficacy is to guide the effectiveness of future professional development 
training programs for teachers who are caring for and teaching our very young children from 
birth to five years of age.  Teacher education and the specialized training the teacher receives in 
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child development or early childhood education directly relates to the knowledge that is held 
about developmentally appropriate practice (Snider & Fu, 1990).   Thus, further research in 
teacher efficacy and teacher learner centeredness with teachers of the B-5 years can be molded to 
specifically support better outcomes for children.  
Theoretical Framework 
Rooted in the theories of both Jean Piaget and Lev Vygotsky, the theory of 
constructivism takes the very essence of children’s learning and postulates that children 
“construct their own knowledge through interactions between their own ideas and experiences in 
the social and physical world” (Chaille`, 2008, p. 5).  The construction of new knowledge comes 
when children interact with and explore their environment while using their ideas.  Children’s 
drive to make sense of the world around them and expand their ideas and learning from the 
constructivist stance is intrinsically motivated (Chaille`, 2008).  Thus, extrinsic motivations such 
as rewards and other reinforcements, or direct instruction as the means for teaching and 
transferring knowledge, is not, from the constructivist approach, how children learn (Chaille`, 
2008). 
 The overarching guiding theory for this research was Social Learning Theory (Bandura, 
1978).  In addition, the American Psychological Association’s (APA) 14 learner-centered 
principles were the guide to learner-centered practices as a research-validated framework to 
support both effective teaching and research.   
Social Learning Theory 
It is in social learning theory that causal processes are defined in terms of reciprocal 
determinism, meaning cognition, behavior, and the environment are mutually interactional with 
one another (Bandura, 1978). Bandura integrated a self-system composed of cognitive structures 
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and cognitive subfunctions for perception, evaluation, and regulation of behavior (Dunn, 2008; 
Pajares, 1992).  It is this self-system that is the foundation for the current study.  The teacher’s 
beliefs are carried out in the classroom environment through his or her implementation and 
behavior (Tschannen- Moran & Woolfolk Hoy, 2001; McMullen, 1997, 1999; Smith, 1993).  
It is Bandura’s (1986, 1997) social learning theory that is relevant to the current study 
because the theory posits that future actions are influenced by both affective and cognitive 
factors.  Because change from a teacher-directed to child-initiated approach to teaching relies 
heavily on the change agency of a teacher, understanding the variables that bring about this 
change is crucial.  It is the premise of the current research that two such variables are teacher 
efficacy and beliefs about learner-centered actions.  The shaping of beliefs about learner centered 
teaching is a continuous and ongoing process beginning when a teacher enters an educational 
program and does not end until the retirement from teaching (Dunn, 2008).  Because the 
foremost antecedent to action is one’s beliefs, understanding teachers’ beliefs is the key to 
offering teacher educators one more tool to promote change (Bandura, 1986, 1993, 1997; 
Pajares, 1992).  
The purpose of determining links in trainability of characteristics of teacher-learner 
centeredness or developmentally appropriate practices and teacher efficacy is to guide the 
effectiveness of future professional development training programs for teachers who are caring 
for and teaching our very young children.  Teacher education and the specialized training the 
teacher receives in child development or early childhood education directly relates to the 
knowledge that is held about developmentally appropriate practice (Snider & Fu, 1990). 
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Teacher Beliefs & Learner-Centered Education  
Developmentally appropriate practice focuses on the child as the learner or creator of 
new knowledge (Chaille`, 2008), just as term learner-centered focuses on the notion that 
students lead learning (Emes & Cleveland-Innes, 2003).  Both child-initiated and learner-
centered are terms that align with Dewey’s concept of learning through experience (Delaney, 
1999; Emes & Cleveland-Innes, 2003).  As teaching expectations and teacher practices continue 
to change with time, teachers struggle with the ability to manage conflicting expectations that 
come from administrators, supervisors, and peers in regard to their classroom behavior as a 
response to tensions related to “child-centered versus teacher-centered beliefs and practices” 
(Smith, 1993. p. 27).  Incidentally, despite the quest for understanding of the approaches, there 
appears to be an implicit belief that teachers may not feel confident or may in fact be 
uncomfortable discussing their beliefs (Pajares, 1992).  McMullen (1997) stated that it is through 
the evolution and defense of a set of beliefs, supported or refuted by evidence, that a set of 
beliefs shift from implicit to explicit.  Teacher beliefs, according to Pajares (1992), are the 
precipitating factors that influence classroom practices and decisions of teachers.  McMullen’s 
(1997) findings were consistent with those of Pajares but go further to show that education and 
professional development can influence teacher beliefs about DAP.  Challenging the 
inappropriate beliefs of teachers, teaching them the skills necessary to assess their own beliefs, 
and guiding them in a purposeful way to successfully articulate and validate their philosophies 
may be the very tools that teacher educators have to bring about and perpetuate change 
(McMullen, 1997, 1999).   
The American Psychological Association Task Force on Psychology in Education 
developed a set of 14 learner-centered principles based on generations of literature.  This set of 
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evidence-based principles was intended to serve as a guide for educational reform and practice 
(APA, 1997).  The principles ultimately provide a framework for educational reform for schools 
and classrooms to shift from traditional teacher-directed classrooms into learner-centered 
environments (Weinberger & McCombs, 2003). The framework of learner-centered principles is 
divided into four domains of psychological research relevant to reform: cognitive and 
metacognitive factors, motivational and affective factors, developmental and social factors, and 
individual differences (APA, 1997).  
The cognitive and metacognitive domain encompass the first six principles: nature of the 
learning process, goals of the learning process, construction of knowledge, strategic thinking, 
thinking about thinking, and context of learning (APA, 1997).  These six principles detail how 
learners think and remember.  They also explain the mind’s process of integrating new 
experiences with old understandings to create meaning and views of the world (Lambert & 
McCombs, 1998). 
The second domain of the learner-centered principles is motivational and affective 
influences on learning.  This domain contains principles seven, eight, and nine: motivational and 
emotional influences on learning, intrinsic motivation to learn, and the effects of motivation and 
learning.  Intrinsic motivation is a concept that has emerged from motivation research.  It is 
defined by Ryan and Deci (2000) as the performance of a task for innate satisfaction rather than 
some external consequence.  Factors that contribute to an increase of intrinsic motivation range 
from attribution theory (when one attributes educational results to factors that he or she can 
control) (Weiner, 2000), self efficacy (when one believes he or she is capable of attaining a 
desired goal) (Bandura, 1993, 1977), and goal orientation  (when one strives to achieve mastery 
of a topic rather than earning a grade for recognition) (Dweck, 1986). 
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The third domain of the learner-centered principles addresses developmental and social 
factors (APA, 1997; Lambert & McCombs, 1998).  Principles ten and eleven are covered in this 
domain: developmental influences on learning and social influences on learning.  Bandura’s 
(1986) reciprocal determinism theory, stresses the importance of environmental influences, such 
as culture, on learning.  These two principles serve as reminders to teachers to be mindful of 
students’ developmental abilities and limitations. 
Principles 12, 13, and 14 fall within the fourth domain of learner-centered principles, 
individual differences (APA, 1997).  The three principles of individual differences in learning, 
learning and diversity, and standards and assessment all relate to the various differences in 
learning (APA, 1997; Lambert & McCombs, 1998).   
This shift to learner-centered beliefs aligns with NAEYC’s position statement about 
developmentally appropriate practices in which the child is the learner or creator of new 
knowledge (Chaille`, 2008), just as term learner-centered focuses on the notion that students 
lead learning (Emes & Cleveland-Innes, 2003).   
Criticism of Learner-Centered Education 
For years there has been debate as to the degree of guidance and instructional support 
needed for optimal student outcomes (Klahr & Nigam, 2004).  Misconceptions or confusion 
related to material is a criticism of learner-centered education.  According to Klahr and Nigam 
(2004), student motivation and increased academic achievement are refutable claims of learner-
centered education. While advocates of learner-centered reform argue that learners construct 
and/or discover their own understandings of materials and are guided by teachers who carefully 
design instructional support (McCombs, 1997), some research suggests that direct, teacher-
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centered instruction is more effective than learner-centered instructional methods (Moreno, 
2004).  
Another argument presented in a study of third and fourth grade girls (Klahr & Nigam, 
2004) is that science learners had a better capacity for transferring what they learned to new 
contexts when direct instruction by a teacher-centered model was used as compared to a 
minimally guided method of instruction.  Learner-centered reform advocates would agree with 
this argument in that minimally guided instruction is not an effective educational model, but they 
would further argue that learner-centered instruction is not minimally guided instruction (Mayer, 
2004). 
Teacher Efficacy 
Teachers must consider their own beliefs and how those beliefs about learner-centered or 
developmentally appropriate practices are connected to teacher efficacy.  For the purpose of this 
study, teacher efficacy refers to the beliefs that one holds about his or her own capabilities to 
bring about desired outcomes of student learning and engagement  (Tschannen-Moran & Hoy, 
2001).  Bandura’s (1977) cognitive theory has served as the contextual source for teacher 
efficacy research, in particular, the self-efficacy construct (Tschannen-Moran & Hoy, 2001).  
Theorists contend that an individual’s perceived self-efficacy is a future-oriented belief that one 
possesses the necessary skills and abilities to produce a successful outcome or to achieve a 
desired level of attainment (Bandura, 1997, 1993, 1986, 1977; Tschannen-Moran & Woolfolk 
Hoy, 2001).  Bandura also asserted that self-efficacy is task-specific and that effort is motivated 
by efficacy (1986, 1997, 1993).  Thus, an individual’s engagement and perseverance in a given 
task is motivated by a higher sense of efficacy (Dunn, 2007). 
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 Teacher efficacy has been shown to have a direct effect on teacher behavior and 
motivation (Fives, 2003).  Furthermore, it is efficacy that leads a teacher from knowledge to 
action.  Teachers may be more likely to implement learner-centered practices in the classroom 
when they have a positive self-efficacy (Dunn, 2007).  Also, teacher educators may better 
prepare teachers to use learner-centered practices by building teachers’ confidence (Dunn, 2007).  
Epstein and Willhite (2015) concluded that specific types of learning environments (professional 
development schools) for teacher training support stronger efficacy for teachers in the areas of 
classroom management and instruction. Van Schagen Johnson et al., (2016), found similar 
results in a study conducted with students early practicum experiences of students in a birth to 
kindergarten education program.  Results found a strong correlation between teacher efficacy 
and the satisfaction the student felt of their practicum experience (Van Schagen Johnson et al., 
2016).  Because self-efficacy influences behavioral choices, it is encouraging to note the number 
of ways that self-efficacy can be enhanced (Bandura, 1993).  Efficacy training using modeling is 
a highly effective way to create change in teacher behavior (Dunn, 2007).  According to Gist 
(1989), higher self-efficacy resulted when teacher supported modeling with practice was used 
versus the use of lecture and practice alone.  Bandura (1997) went further to say learner-efficacy 
increases with both peer and teacher modeling; however, peer modeling is more effective 
because students/teachers relate to examples that are most similar to them.   
Teacher Education 
 In essence, what teachers belief and how teachers implement developmentally 
appropriate or learner-centered practices into their classroom, is tied to their training and 
education experiences.  Teacher education programs that train birth through kindergarten 
teachers are relatively young.  Teacher education programs specialized for birth to kindergarten 
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licensure has recently been added in to some college and university degree programs.  The 
dynamics of the classrooms teaching these very young children have continued to shift over time 
to include an ever-changing diverse group of students.  Teacher stress levels and burnout are 
higher in classrooms where they encounter challenging behaviors of children (Gebbie et al., 
2012).  Teachers who were stressed due to these challenging behaviors were observed spending 
as much or more than 20% of their time engaged in negative interactions versus 5% in positive 
engaging interactions.  Incidentally, that translates into a continuous cycle of challenging 
behaviors.  Thus teachers could benefit from specialized training and education to prepare them 
with strategies to support these children in the classroom (Gebbie et al., 2012).  Early education 
programs have not developed a uniform set of requirements for education and training of 
teachers who work in classroom serving children B-5.  NAEYC has been the guiding force 
behind teacher requirements (Sinder & Fu, 1990) education, practical experience, and training 
for teachers teaching the birth to 5 age groups.  Studies have repeatedly supported (McMullen, 
Alat, & Lash, 2003) the need for specialized education training (Van Schagen Johnson et al., 
2016) for teachers working with very young children, but still there is not consistent educational 
requirements implemented for teachers who work in the early care classrooms across states.  
Teachers may have a high school diploma or equivalent (GED), a child development associate 
credential (CDA), an associates degree, or higher to work with young children in the majority of 
early care settings (McMullen et al., 2003).  Furthermore, McMullen et al. (2003) study finds 
that specialized training and experience are valuable; however, teachers with a four year degree 
or higher demonstrate stronger DAP beliefs even if their degree is in a nonrelated field.  
Therefore, the goal may be to get teachers trained either through specialized targeted training or 
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teacher education programs geared toward educating and preparing teachers for teaching 
children in the birth to 5 classroom. 
 Teacher beliefs about learner-centeredness or developmentally appropriate practices and 
how children learn or create new knowledge, teacher efficacy, and teacher education all 
influence the implementation of teaching in the classroom.  The relationship between these 
variables is the aim of the current study.  The purpose then, of determining links in trainability of 
characteristics of beliefs about DAP and teacher efficacy, is to guide the effectiveness of future 
professional development training programs for teachers who will impact more child initiated, 
developmentally appropriate environments for teaching young children. 
Hypothesis 1 
The current study hypothesized that a significant positive relationship will exist between 
teacher efficacy and learner-centeredness with regard to beliefs about discipline & classroom 
management, with regard to beliefs about teaching practices, and also to beliefs about children. 
Hypothesis 2 
Secondly, it is hypothesized a significant positive effect will exist between teacher 
efficacy and level of education specifically between those professionals whose highest degree is 
early childhood education over those professionals who have not yet obtained a bachelor’s 
degree in this sample of birth to kindergarten teachers. 
Hypothesis 3 
Finally, it is hypothesized that a significant difference will exist between teacher efficacy 
and degree major specifically among professionals with a child development having higher 
TSES scores over professionals with a P-4 early childhood education degree in this sample of 
birth to kindergarten teachers. 
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Chapter 3 
Methodology 
 This study was approved by the institutional review board protocol # 12-12-315 and is in 
compliance with all guidelines for research with human subjects.  See appendix F.  This section 
presents the research questions and the methodology utilized to answer the three research 
questions of this study.   
Research Questions 
1. Is there a significant relationship between total teacher efficacy of B-5 
professionals as measured by the TSES and learner-centeredness with regard to: 
o Discipline practices & classroom management as measured by scale one 
of the Teacher Belief Q-sort? 
o Teaching practices as measured by scale two of the Teacher Belief Q-
sort? 
o Beliefs about children as measured by scale three of the Teacher Belief 
Q-sort? 
2. Among professionals working with children in B-5 programs and holding a 
bachelors degree or higher in early childhood education in the state of Arkansas, 
do teacher efficacy scores, as measured by the TSES, differ from those who have 
not obtained at least a bachelors degree?   
3. Among professionals working in B-5 programs whose highest degree (bachelor’s 
or higher) was in early childhood education or child development, does one 
degree major produce scores higher in teacher efficacy than the other degree 
major as measured by the TSES?  
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Study Design  
 This was a cross sectional study using responses from teachers who teach children birth 
through five years old.  Although early childhood educators work with children birth to eight 
years of age (NAEYC), this study was confined to teachers in the birth through kindergarten age 
range to remain consistent with age range covered by the Arkansas Integrated Birth through 
Kindergarten Teaching License. The study instruments were two surveys, the Teachers’ Sense of 
Efficacy Scale short form (Tschannen-Moran & Woolfolk Hoy, 2001), and the Teacher Belief Q-
Sort (Rimm-Kaufman et al., 2006).  The participants, instrumentation, procedures, and data 
analysis are discussed below. 
Participants 
 The sample for this study was a convenience sample of 175 professionals working with 
children birth to five years (B-5) of age selected from the population of B-5 professionals in 
Arkansas. The researcher contacted coordinators and directors of programs serving children from 
birth through age five who were available through an email list provided by Arkansas State 
University Childhood Services (ASUCS).  ASU Childhood Services provides training and 
technical support to B-5 programs across the state of Arkansas.  ASUCS also works closely with 
the Arkansas Division of Childcare and Early Childhood Education to support the Arkansas 
Better Chance (ABC) programs which voluntarily participate in Better Beginnings rating system.  
Due to the close work ASUCS does with the many programs statewide, they maintain all of the 
programs’ data, including contact information for program administration.  Using a snowball 
sampling technique, the researcher asked the administrators to forward the invitation to 
participate to those teachers who taught in B-5 classrooms in their facilities.  These teachers were 
asked to respond to two surveys and to pass the survey on to other B-5 teachers. They were 
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notified through the initial email that participation was voluntary and anonymous.  As a result of 
these initial contacts, 219 teachers responded to the surveys, and 175 completed responses.  Of 
the completed respondents, 2.9% were male and 97.1% were female.  The ethnic composition of 
the participants was 95.4% not Hispanic, Latino, or Spanish and 4.6% were of Hispanic, Latino, 
or Spanish decent.  The racial composition of the sample reflected 89.7% Caucasian, 4.0% Black 
or African American, 2.9% American Indian or Alaska Native, .6% Native Hawaiian or Other 
Pacific Islander, .6% Multiple Races, and 2.6% Other.  The participants were employed in 
childcare programs categorized as: 1.2% Registered Child Care Family Home, 6.9% Licensed 
Child Care Family Home, and 91.9% Licensed Child Care Center.  Of those, 37.1% work in 
programs receiving state Arkansas Better Chance funding, while 62.9% do not receive ABC 
revenue.  The teachers who responded to the survey live and work in various size communities: 
10.9% work in a towns of 0-2,500 people, 21.1% work in towns with a population of 2,500-
10,000, 28.6% work in towns of 10,000-50,000 patrons, and 39.4% of the participants work in a 
city with a population of 50,000 or more people. 
Instrumentation 
 In order to answer the research questions, two surveys were used; the Teacher Belief Q-
Sort and the Teacher Sense of Efficacy Scale (Appendix A and Appendix D respectively).  
Teacher Belief Q-Sort. 
The Teacher Belief Q-Sort survey assessed learner-centeredness and consisted of three 
scales.  The first scale, Q-Sort 1, measured teachers’ priorities about discipline and classroom 
management.  Q-Sort 2, the second scale, assessed priorities about teachers’ teaching practices.  
Lastly, scale three, Q-sort 3, examined teachers’ beliefs about children. In the original validation 
study of the Teacher Belief Q-Sort, the three scales were deemed reliable and valid (Rimm-
  
26 
Kaufman et al., 2006).   The Spearman correlations for the three scales ranged from 0.50 to 0.95 
(M = 0.71, SD = 0.11).  These correlations were deemed acceptable based on Davis’ (1971) 
standards in which a Spearman correlation of 0.70 - 0.99 was considered very high, and a 
correlation of 0.50 - 0.69 was considered substantial. Subsequent research has also found this 
measure to be valid and reliable for teachers (McMullen, 1999; Witcher et al., 2002).  
Rimm-Kaufman et al. (2006) explored the validity of the Q-Sort. Content validity for the 
Q-Sort was established using six content experts not involved in the development of the measure.  
The content experts were asked to rate the degree to which they agreed that each factor measured 
the target constructs. The average response for each scale ranged from 4 to 5.  The authors 
considered this a strong indicator of content validity.  In addition to content validity, the 
developers of the Q-Sort recruited an additional ten teachers and asked them to respond to a brief 
questionnaire requesting a description of their teaching practices and priorities.  The teachers 
were then asked to assess how strongly their practices and priorities matched the three Q-Sort 
factors.  All ten teachers reported a good-to-excellent match between the two. 
Teacher Sense of Efficacy Scale. 
 The Teacher Sense of Efficacy Scale (TSES) assessed teacher efficacy.  The TSES 
consists of three scales: efficacy for student engagement, efficacy for instructional strategies, and 
efficacy for classroom management.  However, for the purposes of this study, only the total score 
that assessed overall teacher efficacy was used.  In the original validation study of the TSES, the 
measure was deemed valid and reliable based upon a Cronbach’s alpha of 0.94 (M = 7.1, SD = 
0.94).  This exceeded Nunally’s (1978) standard of 0.70 for acceptable reliability (Tschannen-
Moran & Hoy, 2001).  Subsequent research has also found this scale to be valid and reliable for 
teachers (Cheung, 2008; McMullen et al., 2003). 
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 Teacher information items were included to identify respondents’ qualifications and 
experience working with young children.  Teachers were asked to provide information regarding 
their highest level of education/academic degree completed.  The list was as follows: GED, High 
School Diploma, Associates Degree, Bachelor Degree, Master Degree, Ph.D.  They then were 
asked to identify the specialized degree obtained from the following: Lifespan Development, 
Child Development or equivalent, P-4 Elementary Education or equivalent, Psychology, Social 
Work, Sociology, or Other.  Teachers were asked to best describe the age group that they work 
with from: Infant/Toddler (6 weeks-2 ½ years old), Preschool (2 ½-5 years old), School age (6 -
12 years old).  Lastly, teachers were asked to identify the appropriate time frame in which they 
have worked with young children from the following options: Less than 1 year, 1-5 years, 6-10 
years, 11-15 years, 16-20 years, 21-30 years, over 30 years. 
Procedures 
Authors of the Teacher Belief Q-Sort and the Teacher Sense of Efficacy Scale were 
contacted via email and consent was granted in writing for the both the Teacher Belief Q-Sort 
and the Teachers Sense of Efficacy Scale (See Appendix A and Appendix D).  Additionally, both 
instruments are available on line with permission granted through their governing lab.   
The researcher contacted 297 program administrators and coordinators by an email and 
asked them to share two written surveys with teachers and early childhood professionals in their 
programs.   Of the 219 professionals who received surveys, 175 surveys and demographic 
questionnaires were completed online and submitted to Qualtrex through the University of 
Arkansas for a response rate of 79.9%.  Participants were informed that participation was 
anonymous and voluntary.  Data were loaded onto an Excel spreadsheet.  No identifying 
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information was devisable from this file.  After data were entered onto to an Excel file, it was 
subsequently analyzed using the Statistical Package for the Social Sciences (SPSS) version 17.0.   
Analytic Strategy 
Survey data, collected from Likert scales, is interval in nature and downloaded to an 
Excel file. To answer research question 1concerning the relationship between teacher efficacy 
and learner-centeredness Hypothesis One was formed:  A significant positive relationship will 
exist between teacher efficacy and learner-centeredness with regard to beliefs about discipline & 
classroom management, with regard to beliefs about teaching practices, and also to beliefs about 
children.  The Excel file was opened in the Statistical Package for the Social Sciences (SPSS) 
software.  SPSS was then used to run Pearson’s correlations.  The group’s responses to the Q-
Sort and the TSES were aggregated and summed.  (see Figure 1) 
To answer research question 2, Hypothesis Two was formed: A significant positive 
correlation will exist between teacher efficacy and level of education specifically between those 
professionals whose highest degree is early childhood education over those professionals who 
have not yet obtained a bachelor’s degree in this sample of birth to kindergarten teachers. An 
ANOVA was run to determine whether there was a significant effect between the means of the 
dichotomous variables.  (see Figure 1)  
With regard to research question 3, Hypothesis Three was formed:  Early childhood  
professionals in this sample with a Bachelor’s degree in child development will have a higher 
efficacy score as measured by the TSES than those with a B-4 early childhood education degree.    
An independent samples t-test was run to determine whether there was a significant difference in 
total teacher efficacy and degree major—specifically those professionals with a degree in child 
development and those with a P-4 early childhood education degree.   
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 Hypotheses Analyses 
1. 
A significant positive relationship will exist 
between teacher efficacy and learner-
centeredness with regard to beliefs about 
discipline and classroom management, with 
regard to beliefs about teaching practices, and 
also to beliefs about children.   
 
Pearson correlation coefficient 
2. 
A significant positive correlation will exist 
between teacher efficacy and level of education 
specifically between those professionals whose 
highest degree is early childhood education 
over those professionals who have not yet 
obtained a bachelor’s degree in this sample of 
birth to kindergarten teachers. 
 
One way ANOVA 
3. 
Early childhood professionals in this sample 
with a Bachelor’s degree in child development 
will have a higher efficacy score as measured 
by the TSES than those with a B-4 early 
childhood education degree.    
 
Independent Samples t-test 
 
Figure 1 hypotheses and analyses of the current study 
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Chapter 4 
Results 
Research Question 1     
Teacher beliefs about developmentally appropriate practices or learner-centered approach 
relate to their approach to implementation of positive interactions with children in the classroom 
setting.  It was hypothesized that a significant positive correlation would exist between teacher 
efficacy and learner-centeredness with regard to beliefs about discipline and classroom 
management in this sample of birth to 5 (B-5) professionals.  A significant positive relationship 
to total teacher efficacy (r (169) = .26, p < 0.01) was confirmed by the Pearson correlation 
coefficient with regard to beliefs about discipline and classroom management.  This result 
suggests that B-5 teachers who have a higher competence in their abilities demonstrate a more 
positive approach to working with student behavior.  This also suggests that specific targeted 
training to teach preservice and in-service teachers appropriate strategies in working with 
difficult child behavior, the more confident they may be and the more those skills will resonate 
to classroom practices.   
Secondly, it was hypothesized that a significant positive correlation would exist between 
beliefs about teaching practices and total teacher efficacy.  Pearson correlation coefficient 
showed a positive correlation (r (166)=.20, p < 0.01), and therefore this hypotheses was 
confirmed.  This data implies that teachers with a stronger sense of efficacy have a higher belief 
in their ability to positively influence classroom practices.  Teachers who believe in their training 
and education may be more likely to continue using those strategies that are effective in the 
classroom.   
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Finally, it was hypothesized that a significant positive correlation would exist between 
learner-centeredness with regard to beliefs about children and total teacher efficacy.   The 
Pearson correlation coefficient (r (168) = .35, p < 0.01) shows a significant positive relationship 
and thus confirms the hypotheses.  This data suggests that the higher efficacious a B-5 teacher is, 
the stronger the teacher’s belief in the ability to enhance student outcomes.  The more training 
and education the teacher obtains may very well be the force behind how strong their sense of 
efficacy is demonstrated in the classroom (McMullen et al., 2003).  Teachers who believe in their 
education and training are more likely to implement learner-centered or developmentally 
appropriate practices in the classroom (McMullen, 1997).    
Means and standard deviations for teachers’ beliefs about discipline and classroom 
management practices, beliefs about teaching practices, beliefs about children, and total teachers 
sense of efficacy are reported in Table 1.  
______________________________________________________________________________ 
 
Table 1. 
Descriptive Data for Teacher Belief Q-Sort and Teacher Sense of Efficacy Scale 
Variable   N Minimum Maximum Mean  Std. Deviation    
 
Beliefs about Discipline 172 58  100  76.40  7.54 
Practices and Classroom  
Management 
Beliefs about Teaching 168 50  100  78.81  10.68 
Practices 
Beliefs about Children 169 46  100  79.62  7.05 
Total Teacher   172 58  108  90.56  10.12 
Sense of Efficacy 
 
The descriptive statistics for each of the measures were comparable to those previously 
reported in the literature (e.g., Teacher Belief Q-sort’s three scales (Rimm-Kaufman et al., 2006); 
TSES (Tschannen-Moran & Woolfolk Hoy, 2001)). Similar to the current study, findings by 
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Tschennen- Moran & Woolfolk Hoy (2001) using the teacher sense of efficacy scale 
demonstrated results of total teacher efficacy consistent with that of pre-service teachers and in-
service teachers.  Although, Rimm-Kaufman et al. took a different analytical approach, the data 
from this study are consistent with this previous work.  Rimm-Kaufman et al., also found that 
Teacher Belief Q-Sort is an effective instrument for measuring teacher beliefs and priorities.  
Research Question 2 
Teacher education and training are contributing factors relating to how well the teacher 
teaches in the classroom.   It would stand to reason that the more education teachers obtain, the 
more they believe in their training and education, thus resulting in a higher level of confidence in 
their teaching abilities.  The current study hypothesized that a significant positive relationship 
would exist between teacher efficacy scores and teacher education specifically relating to those 
professionals with a P-4 degree in early childhood education over those professionals who had 
not yet obtained a bachelor’s degree.  An analysis of variance (ANOVA) was run to determine 
the correlation.  No significant difference was found between professionals with a P-4 early 
childhood education degree and those with less than a bachelor’s degree (F = .44, p > 0.05).  
Descriptive data for highest level of education and college majors are presented in Tables 2 and 
3.  This lack of difference in the findings suggests that a completed P-4 bachelor’s degree does 
not affect total teacher efficacy.  This may indicate that teachers with less than a bachelor’s 
degree value the specialized training and experience that is gained while working in B-5 
classrooms.  
  
  
33 
_________________________________________________________________________________________________________ 
 
Table 2. 
Descriptive Data for Highest Level of Education and Intended College Major 
Variable           Frequency   Percent    
 
GED     3       1.70   
High School    19    10.90    
Diploma 
Associate Degree   22    12.60   
Bachelor Degree   74    42.30   
Masters Degree   35    20.00   
PhD or EdD    1    0.60   
Other     21    12.00   
Total     175    100.00  
 
Lifespan Development  2    1.10    
Child Development               56    32.00   
    or Equivalent   
P-4 Elementary Education           54    30.90   
   or Equivalent 
Psychology    11    6.30   
Social Work    1    0.60    
Sociology    3    1.70   
Other     30    17.10   
Not Applicable   18    10.30   
Total     175    100.00  
 
_________________________________________________________________________________________________________ 
 
Table 3. 
Descriptive Data for Bachelor’s Degree or Higher  
Variable            Frequency   Percent            
 
Lifespan Development   2    0.90   
Child Development                   36    16.40   
Or Equivalent   
P-4 Elementary Education   59    26.90   
   or Equivalent 
Psychology     11    5.00   
Social Work     0    0.00    
Sociology     1    0.50   
Other      34    15.50   
Not Applicable     4    1.80   
Total      147    67.10   
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Research Question 3 
 The next construct to consider beyond degree level among teaching professionals is the 
relationship between teacher efficacy and degree major.  One might expect that degree major 
would support higher efficacy in the field of study the degree is specialized toward.  Thus 
Hypothesis Three stated that early childhood professionals in this sample with a Bachelor’s 
degree in child development will have a higher efficacy score as measured by the TSES than 
those with a B-4 early childhood education degree.  When teacher efficacy scores of those B-5 
teachers who hold degrees in child development were compared to those with degrees in early 
childhood education (P-4), the current study examined whether one major field of study over the 
other produced teachers with more confidence in their training.  An independent samples t-test 
was conducted to determine if the mean TSES were different between professionals with a child 
development degree or a P-4 early childhood education degree.  Among professionals working in 
B-5 programs whose highest degree (bachelor’s or higher) was in early childhood education or 
child development, those holding a degree in child development produced scores higher in 
teacher efficacy than those holding an early childhood education degree as measured by the 
TSES (t = 3.33, p < 0.01).  Thus, we would expect that teachers with a child development degree 
demonstrate a higher sense of confidence in positively affecting children in the B-5 classroom.  
Descriptive statistics are presented in Table 4.  
Table 4 
Comparison of Teacher Belief Q-Sort and Teacher Sense of Efficacy Between Child 
Development and Elementary Education Undergraduate Training  
Variable    N Mean  Std. Deviation  Std. Error Mean  
 
Child Development  33 96.91  9.05   1.58 
   or equivalent 
P-4 Elementary Education 55 90.44  8.70   1.17 
   or equivalent 
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All correlations reported in the study were within acceptable range based on Davis’ 
(1971) standards in which a Spearman correlation of 0.70 - 0.99 was considered very high, and a 
correlation of 0.50 - 0.69 was considered substantial.   
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Chapter 5 
Discussion 
 Teacher training is vital to the education profession and to the teachers working in the 
field educating children.  Specialized teacher training programs may very well be able to shape 
the future of our educational system beginning in the birth to five (B-5) early years.  The 
specialized training and education that the teacher receives can mold a teacher’s sense of efficacy 
and beliefs about learner-centeredness or developmentally appropriate practices (DAP).  
However, these hypothesized predictions have not been examined extensively among teachers of 
children B-5.  The current study aimed to focus on this gap in the literature.  
The main effects observed in the current study were consistent with theory and previous 
research in that a significant relationship between total teacher efficacy and learner-centeredness 
with regard to beliefs about discipline practices and classroom management, beliefs about 
teaching practices, and beliefs about children directly related to children’s outcomes. This 
support of Hypothesis One is in line with the long-established relationship between learner-
centered practices and teacher efficacy and teacher learner-centeredness (McCombs, 2002). Thus 
student success is influenced by teacher efficacy and learner-centeredness or beliefs about DAP 
(McCombs, 2002; Brown, 2003; Dunn, 2007).  The current study supports that a similar 
relationship between learner centered approaches and teacher efficacy exists for teachers of 
children in birth through kindergarten settings.  Furthermore, it will be important to incorporate 
these constructs into teacher education training programs and professional development for 
teachers to improve quality of educational opportunities and outcomes for children B-5 years of 
age.    
  
37 
A teacher’s sense of efficacy can be a predictor of individual beliefs concerning DAP or 
learner-centered beliefs as well as classroom practices or action (Cheung, 2008; Dunn & Rakes, 
2010; McCombs, 1997; McMullen, 1997, 1999) and therefore can be trained in targeted 
professional development or in higher education coursework (Dunn, 2007).  Teachers who 
believe in their training and education have better results in the classroom working with young 
children (Cheung, 2008; Dunn, 2007; McCombs, 2002; McMullen, 1997).  Similarly, in 
teachers, the stronger their efficacy beliefs, the greater their tendency to move toward learner-
centeredness beliefs and practices (Dunn, 2007).  Therefore, very young children in B-5 
classrooms where a learner-centered or DAP approach is used have potential for stronger 
outcomes.  
As stated above, Hypothesis Two was not supported.  Teacher efficacy scores of teachers 
holding a P-4 license through a degree in early childhood education did not significantly differ 
from those with less than a bachelor’s degree (F = .44, p > 0.05).  Teaching professionals 
working with children in B-5 programs and holding a bachelor’s degree or higher in early 
childhood education in the state of Arkansas showed no significant difference in their level of 
efficacy in regard to their teaching beliefs as compared to those teachers who had not obtained at 
least a bachelor’s degree.  One possible reason for this finding may be that teachers with a degree 
in P-4 early childhood education may not be entering the B-5 classroom with enough background 
knowledge related to early childhood development to support teaching children ages birth 
through 5 years of age and therefore do not demonstrate as much confidence in their training and 
their abilities to affect positive student outcomes (Gebbie et al., 2012; McMullen et al., 2003; 
Van Schagen Johnson et al., 2016).  Another possible explanation for this finding may be that 
those without a degree may have a skills through experience and trainings that support their level 
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of efficacy—or they may have a false sense of efficacy because they believe that their methods 
are best even when research does not support their pedagogy. 
Teachers with a child development degree demonstrated a higher sense of efficacy related 
to their beliefs about learner-centeredness or DAP than did those trained in P-4 teacher education 
programs, supporting the third hypothesis.  This suggests that early childhood education 
programs could benefit from more specialized courses in child development, diversity and the 
uniqueness of children B-5 as well as practicum opportunities in the birth through age 5 range as 
a means to increase teacher efficacy in licensed teachers. Van Schagen Johnson et al. (2016), 
studied the early practicum experiences of students in a birth to kindergarten education program, 
finding a strong correlation between teacher efficacy and the satisfaction the student felt of their 
practicum experience.  The more the student was able to work with a mentor teacher, receive 
feedback, and the amount of practice working on their teaching skills in the classroom, the 
higher their confidence in their own abilities, thus resulting in a higher efficacy (Van Schagen 
Johnson et al., 2016). 
 Teacher efficacy and teacher beliefs about learner-centeredness or DAP are foundational 
in the way a teacher teaches.  The current study supports the self system function of Bandura’s 
Social Learning Theory as described earlier (Bandura, 1978, 1986, 1997).  The education and 
training opportunities that a teacher receives supports his or her ability to take those experiences, 
apply his or her own ideas, and create new knowledge and beliefs about how to effectively teach 
in the classroom.  This notion of creating new knowledge at the teacher education level aligns 
with both the constructivist approach and Social Learning Theory to explain how learning occurs 
for children and adults and thus supports the value of a learner-centered or developmentally 
approach practices being utilized in the classroom.    
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Classrooms where children are encouraged to explore the social and physical aspects of 
interaction gain experiences and build upon prior knowledge and ideas.  In classrooms where 
learner-centered approaches are utilized, children are encouraged to lead and given the freedom 
to develop intrinsic motivation to learn (Chaille`, 2008; Emes & Cleveland-Innes, 2003).  
Classrooms where rewards and direct instruction are the guiding forces behind teaching do not 
align with constructivism (Chaille`, 2008).  Teacher education and training programs that focuses 
on learner-centered beliefs and the shift away from direct-instruction support the pivotal changes 
necessary for children to achieve in B-5 classrooms.  The same education and training programs 
for teachers who plan to teach in B-5 classrooms also impact the beliefs a teacher holds in his or 
her own abilities to teach children. A higher confidence in one’s abilities to affect positive 
outcomes for children is the essence behind efficacy.  Teachers with a higher sense of efficacy 
believe in their training and education and also their own capacity to teach and influence positive 
change for children in the classroom.  Teacher learner-centered beliefs or developmentally 
appropriate practices and teacher efficacy work together to improve student outcomes for the 
children taught in B-5 classrooms. 
Limitations 
 There are some notable limitations to the current study. While a substantial effort was 
made to contact and include a wide variety of programs, the sample in the study is still a 
convenience sample; thus, the results are not generalizable and caution must be used in the 
interpretation of the findings beyond the scope of this study.  Programs vary across types (public 
school, private, faith based, family childcare home, head start & early head start) and the ages of 
children served (infants, toddlers, preschool, and prekindergarten).  Programs that are state 
funded may have more classrooms teaching specifically preschool and prekindergarten children 
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between the ages of 3 and 5 years old, while family childcare homes have mixed ages, and early 
head start serves infants and toddlers.  Due to the nature of the initial email list for the dispersal 
of the study survey, it is assumed that the sample consisted primarily of programs that are 
participating in Better Beginnings, Arkansas Better Chance, or have been given technical 
assistance and thus those programs reaching out of support may be over represented. 
Furthermore, the current study relies exclusively on self-report measures, which may reflect 
certain biases of the respondents.   
Future Research 
Future research would benefit from using a random sample of all programs across a wider 
geographical region.  The current study did not collect child outcome data.  Previous research 
supports the assumption that students would benefit from being in classrooms where teachers use 
a learner-centered approach or developmentally appropriate practices (Tschannen-Moran & 
Woolfolk Hoy, 2001; Brown, 2003; Dunn & Rakes, 2010); however, this conclusion was not 
directly tested.  Future research should be expanded to examine student outcomes.   
Finally, the current study relies exclusively on self-report measures, which may reflect 
certain biases of the respondents.  Teachers’ responses to the surveys represented their personal 
beliefs.  Thus the answers may reflect that teachers may believe in and feel confident about the 
training and experiences they have gained -- even if what they have learned is not best practice 
or developmentally appropriate for the children that they teach.  Specifically, teachers may be 
mentored by or trained by professionals who may not have the credentials to teach or train other 
professionals the necessary skills for appropriate and positive interactions with children who are 
age birth through five.  Future research should incorporate both self-report measures of teacher 
behaviors and beliefs and direct observation of teacher practices and student outcome measures.  
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Conclusion 
 Despite the noted limitations, this study provides evidence that learner-centeredness/DAP 
and a B-5 teacher’s sense of efficacy are related to their beliefs about discipline practices and 
classroom management, teaching practices, and beliefs about children.  Furthermore, scores 
indicated that those B-5 teachers with a bachelor’s degree or higher in child development 
demonstrated more confidence in their training and their ability to affect positive outcomes for 
children in their classroom.  Children are the future, and the future heavily relies on the 
foundation of education afforded to those children.  Teacher training programs and education 
programs globally are the groundwork for the educational system afforded to the children of 
tomorrow.  It has been clearly established that developmentally appropriate practices for children 
birth to 5 years are not simply a downward extension of what is appropriate for the early 
elementary ages.  Degree programs at the bachelor’s level are being modified to include birth to 
kindergarten licensure as an option for students wanting to teach very young children.  Future 
research should continue to identify the factors that promote positive outcomes for children in 
the birth to 5-year age range.  
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Teacher Belief Q-Sort Instrument 
Based on the strength of your response to this statement please select one of the following for 
each item. 
 
1 = Least characteristic of my approach or beliefs about discipline and behavior management. 
 
2 = Hardly characteristic of my approach or beliefs about discipline and behavior management. 
 
3 = Somewhat characteristic of my approach or beliefs about discipline and behavior 
management. 
 
4 = Characteristic of my approach or beliefs about discipline and behavior management. 
 
5 = Very characteristic of my approach or beliefs about discipline and behavior management. 
 
Item #   Statement 1 2 3 4 5 
1 The primary goal in dealing with children’s 
behavior is to establish and maintain control. 
 
     
2 A noisy classroom is okay as long as all the 
children are being productive. 
 
     
3 Children must be kept busy doing activities 
or they soon get into trouble. 
 
     
4 When children are engaged in interesting 
problems and challenging activities, they 
tend to have very few discipline problems. 
 
     
5 Proper control of a class is apparent when the 
students work productively while I am out of 
the room and another adult manages the 
room.    
                                  
     
6 Monitoring children can prevent problematic 
situations.        
     
7 Peer interactions are best left to recess and 
snack time. 
 
     
8 The curriculum and class schedule need to be 
prioritized over children’s specific interests. 
 
     
9 A classroom runs smoothly when there are 
clear expectations for behavior. 
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10 Classroom rules should be discussed and 
posted. 
 
     
11 Self-monitoring behaviors (or self-
regulation) are important skills for children to 
develop. 
 
     
12 It is important to respect children’s 
autonomy and expect them to act in a 
responsible manner. 
 
     
13 Children should try to solve conflicts on their 
own before going to the teacher. 
 
     
14 Rules for the children’s classroom behavior 
need to be reinforced consistently. 
 
     
15 Praise from me is an effective way to change 
children’s behavior. 
 
     
16 Children learn best in primarily teacher-
directed classrooms. 
 
     
17 If I treat children with respect, kindness, and 
concern, there are less behavior problems. 
 
     
18 Verbal punishment is an unacceptable means 
of controlling children’s behavior; I believe it 
is more important to use only positive 
management techniques. 
 
     
19 If I anticipate problems before they happen 
and discuss them with children, I have fewer 
discipline problems. 
 
     
20 Extrinsic rewards for desirable behaviors 
(e.g. stickers, candy bars, etc.) undermine 
children’s motivation; it is better not to give 
such rewards at all. 
 
     
Based on the strength of your response to this statement please select one of the following for 
each item. 
 
1 = Those practices that are least essential and/or characteristic of my teaching. 
 
2 = Those practices that are less essential and/or characteristic of my teaching. 
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3 = Those practices that are somewhat essential and/or characteristic of my teaching. 
 
4 = Those practices that are essential and/or characteristic of my teaching. 
 
5 = Those practices that are most essential and/or characteristic of my teaching. 
 
Item #   Statement 1 2 3 4 5 
1 Having a morning routine. 
 
     
2 Talking about our plan or schedule for the 
day. 
 
     
3 Welcoming each child by name to class. 
 
     
4 Doing an activity to create a sense of 
community. 
 
     
5 Talking about current events. 
                         
     
6 Using hand signals. 
 
     
7 Having at least a few children share 
something that has happened to them. 
 
     
8 Discussing a written announcement or 
message created by the teacher. 
 
     
9 Conducting the business of the classroom 
(e.g. collecting lunch or milk money) 
following a set routine. 
 
     
10 Reflecting and talking about something, such 
as a social interaction, that "worked” or 
“didn’t work” in our class. 
 
     
11 Reflecting on the content of an academic 
lesson and talking about what we learned. 
     
12 Using drill and recitation for factual 
information (math facts, etc.). 
 
     
13 Modeling behaviors for children. 
 
     
14 Introducing new objects or new activities in 
the room through demonstration. 
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15 Using work sheets. 
 
     
16 Permitting children to choose from a variety 
of activities. 
 
     
17 Encouraging children and giving feedback 
that focuses on the processes of children’s 
creations or thinking, not the outcomes or the 
solution. 
 
     
18 Using whole group instruction. 
 
     
19 Using a theme-based approach to instruction. 
 
     
20 Working on group projects. 
 
     
 
Based on the strength of your response to this statement please select one of the following for 
each item. 
 
1 = Least characteristic of my belief system. 
 
2 = Hardly characteristic of my belief system. 
 
3 = Somewhat characteristic of my belief system. 
 
4 = Characteristic of my approach or beliefs about discipline and behavior management. 
 
5 = Most characteristic of my belief system. 
 
Item # Statement 
 
1 2 3 4 5 
1 Almost all children in my class try their best. 
 
     
2 Many of the children in my class try to get 
away with doing as little work as possible. 
 
     
3 Children should feel as though they are 
“known” and “recognized” in the classroom. 
 
     
4 Children need to be met where they are in 
terms of ability. 
 
     
5 Each one of my children teaches me 
something. 
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6 Almost all children are equally likeable and 
enjoyable. 
 
     
7 Most children respect teachers and authority.      
8 Children seldom take care of their materials 
if they are not supervised. 
 
     
9 Children learn best when they have good role 
models for their behavior. 
 
     
10 Children need some choice of activities 
within the classroom. 
 
     
11 Children need to work on skills at which they 
are not good, even if it means giving them 
fewer choices. 
 
     
12 Children cannot be understood without 
knowing something about their families. 
 
     
13 Children meet challenges best when they feel 
that their teachers care about them. 
 
     
14 Children need to feel safe and secure in the 
classroom. 
 
     
15 Children need opportunities to think in a 
quiet classroom environment. 
 
     
16 Children need to have their strengths 
recognized to promote learning. 
 
     
17 Children learn best by being actively 
involved in lessons. 
 
     
18 Children need opportunities to be creative in 
the classroom. 
     
19 Some children show little desire to learn. 
 
     
20 Children are more motivated by grades than 
they are by the acquisition of competence. 
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Permission to use the Teacher Belief Q-Sort 
 
 
April 27, 2011 
Mary, 
With this email, I give you consent to use the TBQ and to modify it and adapt it for your study 
sample.  Good luck with your work.  Sara RK 
 
--  
Sara E. Rimm-Kaufman, Ph.D. 
Associate Professor 
Curry School of Education and 
Center for the Advanced Study of Teaching and Learning 
University of Virginia 
350 Old Ivy Way, Suite 300 
Charlottesville, VA 22903 
 
(434) 982-2863 
www.socialdevelopmentlab.org 
http://curry.virginia.edu/ep-ads 
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Learner-Centered Psychological Principles
1 
 
 
 
METACOGNITIVE AND COGNITIVE PRINCIPLES 
 
Principle 1:  Nature of the learning process.  
The learning of complex subject matter is most effective when it is an intentional process of 
constructing meaning from information and experience. 
Principle 2:  Goals of the learning process.   
The successful learner, over time and with support and instructional guidance, can create 
meaningful, coherent representations of knowledge. 
Principle 3:  Construction of knowledge.   
The successful learner can link new information with existing knowledge in meaningful ways. 
Principle 4: Strategic thinking 
The successful learner can create and use a repertoire of thinking and reasoning strategies to 
achieve complex learning goals. 
Principle 5: Thinking about thinking 
Higher order strategies for selecting and monitoring mental operations facilitate creative and 
critical thinking. 
Principle 6: Context of learning 
Learning is influenced by environmental factors, including culture, technology, and instructional 
practices. 
 
MOTIVATIONAL AND AFFECTIVE PRINCIPLES 
 
Principle 7:  Motivational and emotional influences on learning 
What and how much is learned is influenced by the learner’s motivation.  Motivation to learn, in 
turn, is influenced by the individual’s emotional states, beliefs, interests and goals, and habits of 
thinking. 
Principle 8:  Intrinsic motivation to learn 
The learner’s creativity, higher order thinking, and natural curiosity all contribute to motivation 
to learn.  Intrinsic motivation is stimulated by tasks of optimal novelty and difficulty, relevant to 
personal interests, and providing for personal choice and control. 
Principle 9: Effects of motivation on effort 
Acquisition of complex knowledge and skills requires extended learner effort and guided 
practice.  Without learners’ motivation to learn, the willingness to exert this effort is unlikely 
without coercion. 
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Learner-Centered Psychological Principles
1 
 
 
DEVELOPMENTAL AND SOCIAL PRINCIPLES 
 
Principle 10: Developmental influence on learning 
As individuals develop, they encounter different opportunities and experience different 
constraints for learning.  Learning is most effective when differential development within and 
across physical, intellectual, emotional, and social domains is taken into account. 
Principle 11: Social influences on learning  
Learning is influenced by social interactions, interpersonal relations, and communication with 
others. 
 
INDIVIDUAL DIFFERENCES PRINCIPLES 
 
Principle 12:  Individual differences in learning  
Learners have different strategies, approaches, and capabilities for learning that are a function of 
prior experience and heredity. 
Principle 13:  Learning and diversity 
Learning is most effective when differences in learners’ linguistic, cultural, and social 
backgrounds are taken into account. 
Principle 14: Standards and assessment 
Setting appropriately high and challenging standards and assessing the learner and learning 
progress—including diagnostic, process, and outcome assessment—are integral parts of the 
learning process.  
1 
APA Work Group of the Board of Educational Affairs (1997, November).  Learner-centered 
psychological principles: A framework for school reform and redesign.  Washington, DC: 
American Psychological Association. 
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Teachers’ Sense of Efficacy Scale Instrument 
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Permission to use the Teachers’ Sense of Efficacy Scale: 
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